While teachers are increasingly being asked to provide 'care' for students in their classrooms, very little research has explored what care might look like for students with migrant or refugee backgrounds. This paper reports on the findings of a study conducted with children when they began school in Australia in the Intensive English Language Program (IELP), with a focus on how care might be provided and defined.
Guinea, the Philippines, Russia, Saudi Arabia, South Korea, Sri Lanka, Syria, Venezuela, Vietnam, and Zambia. The mean age of participants was 7.4 years old, ranging from 5 years old to 13 years old at the start of the study. Forty-eight of the participants were from migrant background, and 15 were from refugee backgrounds. Thirty-five were male, and 28 female.
As a matter of terminology, we also wish to acknowledge in this paper that we are examining two potentially very different groups of children in considering education for children with migrant backgrounds, and children with refugee backgrounds (and see Ogbu 1978 for a discussion of the important differences between minority or marginalized groups in relation to culture and education). However, given that the context in which they are educated provides English language tuition for both groups of children (that is, they are in the same class rather than different ones), our paper, for the most part, does not differentiate between these two groups.
Procedure and Materials

Ethics approval was granted by The University of Adelaide's Human Research Ethics
Committee, and the Department of Education and Child Development (DECD) in South Australia. It is important to note that the authors are aware of the ethical issues of working with this vulnerable group of young people, including issues such as gaining ongoing assent from children in addition to informed consent for parents and caregivers (Due, Riggs & Augoustinos, 2014; Gifford et al. 2007; Crivello, Camfield, & Woodhead, 2009 ). As such, the first author (who undertook the data collection) spent a term at each school involved in the study in order to build rapport with participants, to let them DOI: http://dx.doi.org/10.1017/cha.2016.24 know about the aims of the study, and to gain ongoing assent from them for their participation (see Due et al., 2014; Gifford et al. 2007; Crivello et al. 2009 ).
In terms of participant recruitment, information sheets and consent forms (translated into first languages) were sent home to the parents or caregivers of all students enrolled in the IELC, with the exception of some families where it was considered inappropriate to do so (for example where teachers were aware of family violence within the home, or where families were from a refugee background with very high levels of trauma present). In the case of teachers, all teachers and principals at the three schools in question were provided with an information sheet, and invited to participate in the study.
Student data collection
The data collection relevant to this paper consisted of a photo elicitation methodology, with accompanying interviews. Photo elicitation, or PhotoVoice, is a research technique which has been identified as a child-focussed, flexible approach to research that allows children's views to be communicated on their own terms in the research process (Darbyshire, MacDougall, & Schiller, 2005; Due, et al., 2014) . Photo elicitation involves participants being provided with a camera (in this case, a digital camera) and asked to take photos according to a particular theme that relates to the research aims.
For the purposes of our research, students were asked to take photographs that represented their experiences at school, particularly in relation to place or people where they felt safe. The students were then shown their photographs on a laptop, and invited to discuss their images in either a focus group of up to three children or in an individual interview. Whether discussions took place in focus groups or individual interviews was determined by external factors, such as what was happening in the classroom at the time, whether or not an interpreter was needed, and ensuring that the discussion did not disrupt the child's lessons. All discussion took place at the child's school. Focus This is an Author's Accepted Manuscript of a paper published in Children Australia Copyright Cambridge University Press DOI: http://dx.doi.org/10.1017/cha.2016.24 groups and interviews relating to the photographs were audio recorded and transcribed, with student's names changed for anonymity.
Teacher data collection
Teacher data was collected through both a questionnaire (n = 14 responses) and face-toface interviews (n = 6 interviews). The questionnaires were administered first, with interviews following in order to gather more in-depth data. All IELP staff at the three IELC sites were invited to complete the questionnaire and participate in an interview. A total of 24 staff (including Principals and IELC directors) were invited to complete the questionnaire and participate in an interview, leading to a response rate of 58% for the questionnaire and 25% for the interview. In order to preserve anonymity for the questionnaire (given the small participant cohort), demographic data was not requested. Participants who completed an interview included one male and five females, with on average over 5 years experience working in an IELP. Participants returned their questionnaires in a reply-paid envelope, and interviews were conducted on the school grounds at a time convenient to the participant.
The interview questions were designed to stimulate discussion regarding the educators' experiences and perceptions of the IELP. A semi-structured interview schedule was developed in order to meet the broader research aims (Braun and Clarke, 2006) It is important to note that Qaseem didn't speak the same language as any other student in his class, and required an interpreter for his interview. As such, we argue that his relationship with his classroom teacher was particularly important since he had limited peer relationships at the time. Furthermore, it is important that this relationship could be established based on areas that did not rely on English. This is seen in the extract above whereby Qaseem points to actions which don't rely on English -stickers and a toy reward -as evidence for why he likes his teacher, presumably because these actions allow him to build a relationship which may otherwise be difficult due to English language constraints. Of course, stickers and a toy reward may also be important to Qassem as recognition of his school work and for their intrinsic value as a reward, thereby highlighting other important elements of the student-teacher relationships:
namely, the importance placed by students on their relationships with teachers who employed positive strategies in the classroom to build relationships, and to reward good work and behaviour. As noted by the authors in forthcoming papers from the broader research project (authors, 2016), we found that students frequently took photographs of spaces within the school that reflected their identities as refugees or migrants, or foregrounded their own skills and expertise. Such photographs included photos of posters that reflected refugee experiences (such as posters promoting refugee day), and spaces in the school where they could showcase their strengths, such as music, art or sport. This finding is also relevant to the current paper on care within the school environment, such that students indicated that not only did they feel that such spaces made them for a sense of belonging, but also that they made them feel cared for. An example of this can be seen in Extract 3 below, from Maryam, 9 year old student with a migrant background from Pakistan, discussing a photograph she took of her classroom: Students also spoke about relationships with teachers in terms of elements of their relationships which didn't rely on English language knowledge -in this case, the use of stickers and toys as rewards. Previous research has similarly highlighted the importance of building relationships through non-English speaking subjects or elements of school (e.g., Gifford, et al., 2009 , de Heer, et al., 2015 . Our paper adds to this body of research with respect specifically to care, indicating that 'care' for refugee and migrant students at school is likely to rely (at least at first) on ensuring that students have ways to communicate and share their knowledge and expertise in the school environment (see also Baak, 2016) . Indeed, this was specifically reflected in the second theme taken from the interviews and photo elicitation with students: 'A caring environment is one in which students can see that their identities and experiences are reflected in school practice', which indicated that care for students with refugee or migrant backgrounds is likely to revolve heavily around their ability to see themselves as central to the broader school community, rather than only on the periphery of it.
In terms of the analysis of teacher responses, it is notable that teachers' responses typically highlighted the role of both individual student-teacher relationships, and the role of the whole school of institutional community. This reflects previously research which has noted the importance of whole-school and community approaches to providing care for children (Keddie, 2012; Pugh, et al., 2012) , and again reflects the central importance of relationships between students and their teachers. The teachers frequently discuss the role of teachers in understanding student behaviourparticularly when trauma may be involved -and noted that such understandings required specialist knowledge (and see Baak, 2016 for a discussion of this issue specifically in relation to punishment at school). Indeed, previous research has suggested that support and training for teachers in relation to trauma may be an important element in providing appropriate education to students with refugee This is an Author's Accepted Manuscript of a paper published in Children Australia Copyright Cambridge University Press DOI: http://dx.doi.org/10.1017/cha.2016.24 backgrounds (Cassity and Gow, 2005; Woods, 2008) , and we would suggest here that this is similarly the case with care. As such, if student-teacher relationships play the central role in care that we suggest here, training and support for teachers become a crucial aspect of providing care for refugee and migrant students in the school context. Taken together, our research indicates that 'care' may look somewhat different for students with refugee or migrant backgrounds, and their teachers -albeit with some overlap. Our findings indicate that for students, care revolved around relationships in which they felt safe, valued and connected, and spaces in which they felt they could contribute their knowledge and values. For teachers, care for children with migrant or refugee backgrounds involved relationships in which teachers understood the support needs of students (with specific emphasis on the impact of trauma), and spaces where students felt involved and supported. These definitions primarily reflect existing definitions of care in the broader literature, which, as noted in the introduction, has typically focused on care at an organisational level, the importance of meeting individual needs, and enabling people to do well in their environment (e.g., see Steckley and Smith, 2011; Barnes, 2007; Holland, 2010) . It is note-worthy that while teachers focused on recognising and correctly understanding student behaviours, the students themselves looked for aspects of the school in which they could flourish and contribute -indicating that it was these aspects which made them feel as sense of 'care'. This reflects previous research findings by Noddings (2015) and Velasquez and colleagues (2013) , which similarly indicates that care in schools must reflect students' individual strengths and needs. As such, we argue -like Matthews (2008) -that for schools to play a central role in the care of students with refugee or migrant backgrounds, they must be able to recognise their strengths as well as areas in which they may need further support or guidance.
While this research has been able to provide some working understandings of how care may look for refugee or migrant students and their teachers, it is not without its limitations. These include the relatively small sample sizes for both groups of participants, and the specific context of the research (that is, the IELP). As such, the This is an Author's Accepted Manuscript of a paper published in Children Australia Copyright Cambridge University Press DOI: http://dx.doi.org/10.1017/cha.2016.24 understandings of care provided in this paper may not be indicative of the experiences of all students with refugee or migrant backgrounds or their teachers. Furthermore, while we did not note any differences in relation to the themes along the lines of age amongst the students, further research is required which specifically aims to explore whether age impacts definitions of care; particularly given the large age range of participants in this paper. In addition, while we have proposed some potential understandings of care in the school context, these definitions overlap with other constructs -particularly that of 'support' -and thus future research which aims to explicitly explore the concept of care for this group of young people is required.
Nevertheless, in providing some preliminary exploration of how care might look for students with refugee or migrant backgrounds, we hope to contribute to their care at school, particularly in ensuring that schools are able to provide care which focuses not only on their needs for support and assistance, but also on the positive contribution and central role that these groups of children can play in the school environment.
